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 This study explores teachers’ perceptions and experiences of the 
‘Mindfulness Minute,’ a whole-school mindfulness intervention used daily in a case 
study school. It aims to contribute to the development and implementation, by 
guidance counsellors, of mindfulness activities, particularly the ‘Mindfulness 
Minute,’ in the schools.  
 Outcomes for mindfulness interventions have been shown to included; 
improved attention and concentration (Schonert-Reichl and Lawlor, 2010), reduced 
stress and anxiety (Sapthiang et al. 2019), improved emotional regulation, reduction 
in avoidance of emotions (Fung et al. 2019), and improvements in career decision 
making (Galles et al. 2019). These potential outcomes make mindfulness 
interventions appealing to the guidance counsellor, who plays a vital role in 
coordinating wellbeing activities in schools (NCGE 2017). 
 An interpretivist view underpins the study and I chose a qualitative approach 
to the research. One to one phone interviews were carried out with eight teachers in 
the case study school. Data was then analysed using Braun & Clarke’s (2006) 
thematic analysis approach. This process identified three main themes and a series of 
sub themes. Lack of teacher buy-in, fidelity issues, lack of teacher preparedness, lack 
of understanding as to the overall aim of the intervention, lack of follow up and 
teacher role confusion were found to be negatively impacting outcomes. Variations 
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Chapter 1: Introduction 
1.0 Introduction 
 
 This chapter will first introduce the context and justification for the study. 
The researcher’s own background and positionality will then be exposed to the 
reader. The research aims and objectives are presented before a brief over view of 
the methodology is given. Finally there is an overview of the thesis structure. 
1.1 Context and Justification for the Research Study 
 
 In the case study school guided mindfulness, which encourages students to be 
present in the moment and allow negative feelings to flow over them, is provided 
each day via a recording over the intercom. The session lasts for one minute at 
twelve o'clock each day and begins and ends with a chime. This mindfulness 
intervention is referred to as the ‘Mindfulness Minute.’ 
 
 Policy places wellbeing as a core element of Irish school curriculum (DES 
2012, 2013, 2015, 2018). Guidance provision is a central element of wellbeing and 
responsibility for coordinating a whole school guidance plan rests with the guidance 
counsellor (NCGE 2017). The guidance counsellor is therefore a vital cog in the 
delivery of wellbeing. The use of mindfulness-based interventions (MBIs) in schools 
and research in the area are rapidly growing according to Bender et al. (2018). 
Outcomes for mindfulness interventions have been shown to included the following; 
improved attention and concentration (Schonert-Reichl and Lawlor 2010), reduced 
stress and anxiety (Sapthiang et al. 2019), improved emotional regulation, reduction 
in avoidance of emotions (Fung et al. 2019), and improvements in career decision 
making (Galles et al. 2019). These potential outcomes make mindfulness 
interventions appealing to the guidance counsellor. 
 
 Broderick and Frank (2014) underline the importance of school based 
interventions saying that since schools are where adolescents spend the majority of 
their time that it is the school that offers the most obvious opportunity for across the 
board initiatives. The ‘Mindfulness Minute’ intervention is neither time consuming 
or expensive, which Broderick and Frank (2014) point to as constraints when 
2 
 
conducting discretionary schools programs. It is also accessible to the entire student 
population. This makes further investigation of the intervention appealing. 
 
1.2 Positionality of the Researcher 
 
 Thomas (2013) says that due to the co-constructed nature of interpretive 
research the researcher has a central role in interpreting the information. The 
researcher, he says, must discuss their ‘positionality’ as it is undeniable that they 
have a position and this position will affect the nature of their observations. 
 The reader, in this case, should therefore be made aware that I am studying a 
course in guidance counselling and that mindfulness techniques were taught to me on 
this course. I have a personal belief in the efficacy of these techniques and would use 
them daily myself. I also have a working relationship with the person who 
introduced the ‘Mindfulness Minute’ into the school. This I felt raised a challenge 
for me. I was cognisant of the fact that there may be an expectation from my 
colleague that the ‘Mindfulness Minute’ would be presented in a positive light. 
However, there is also an expectation from the university, and indeed of myself, that 
the research is carried out with integrity. According to Thomas (2013), if this was 
something I was unwilling to acknowledge here then the research would not be a 
viable option. It should also be noted that having taught in this school for the 
previous year while the ‘Mindfulness Minute’ was ongoing, I was already exposed to 
some teachers’ views about the intervention from time to time. 
 
1.3 Research Aim and Objectives 
 
Research aim 
 The study explores teachers’ perceptions and experiences of the ‘Mindfulness 
Minute,’ a whole-school mindfulness intervention used daily in a case study school. 
The study aims to contribute to the development and implementation, by guidance 




1. To examine the literature relating to mindfulness interventions in schools. 
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2. To seek teacher perceptions in relation to the ‘Mindfulness Minute’ 
regarding its implementation, perceived benefits, structure and teacher 
training. 
3. To identify areas that hindered successful implementation of the 
intervention. 
 
1.4 Research Methodology 
 
 An interprtivist view underpins the study and the researcher chose a 
qualitative approach to the research. Thomas (2013, p.108) describes interpretivism 
as being concerned with “people and the way they interrelate.” It seeks to find out 
what people are thinking and how they construct meaning from the world around 
them. In order to do this Thomas (2013) says we must be a participant in the research 
ourselves and essentially co-construct meaning with the research participant. Good 
qualitative research is associated with rich descriptions that delve deeper than 
surface information and provide the reader with an insight into the complexity of an 
issue (Tracy 2010). Since the researcher intends to look at teacher perceptions, which 
will be individual to each participant and need to be teased out using the researcher’s 
own knowledge, a qualitative approach seems a logical fit. 
 
1.5 Structure of Thesis 
 
Chapter 1: Introduction: This chapter introduces the context and justification for the 
study. The researcher’s positionality is highlighted. The research aims and objectives 
are presented before a brief over view of the methodology is given. Finally an 
overview of the thesis structure is given. 
Chapter 2: Literature review: The literature review will critically examine several 
areas. Firstly it will give a background of wellbeing in Irish schools and the role of 
the guidance counsellor within this setting. The area of mindfulness and its origins 
will then be explored. Following this, mindfulness interventions in schools and their 
expected outcomes will be reviewed using several meta-analysis studies and primary 




Chapter 3: Methodology: This chapter introduces the aim of the study and primary 
and secondary questions that guided the research. Strengths and limitations of the 
methodology and methods will also be examined in this chapter. The study will be 
presented under the following headings; research aim, objectives, primary and 
secondary questions, paradigm, design, researcher positionality, participant access, 
sampling, ethical considerations, data collection, data analysis, rigor, validity and 
reliability. 
Chapter 4: Findings: This chapter presents the main research findings which were 
generated using Braun and Clarke’s (2006) Thematic Analysis process. Three main 
themes were identified as well as a number of sub themes within each of these. The 
chapter also gives a brief overview of the participant profiles and the length of time 
they have been involved with the ‘Mindfulness Minute.’ 
Chapter 5: Discussion: The discussion chapter will seek to address some of the 
themes that arose during the findings chapter in conjunction with the relevant 
literature. 
Chapter 6: Conclusion: This chapter will provide an overview of the key findings of 
the study in the context of the aims and objectives set out in the research. The 
strengths and limitations of the study are considered. Recommendations for policy, 
guidance counsellor practice and future research will then be presented. Finally the 
researcher’s reflexivity in terms of personal learning will be discussed. 
 
1.6 Conclusion  
 
 This chapter gave the reader an overview of the background and context of 
the study, aims and objectives, positionality of the researcher, methodology used and 
thesis structure. The next chapter will provide a critical evaluation of the literature 







Chapter 2: Literature Review 
2.0 Introduction 
 
 The aim of the review is to give an overview of literature relating to the 
‘Mindfulness Minute’ and the role of the guidance counsellor within that literature. 
Information has been taken, for the most part, from journal articles and government 
policy documents. It was sourced by performing database searches. Some of the 
search terms used to refine the search were ‘mindfulness,’ ‘guided meditation,’ 
‘wellbeing,’ ‘schools,’ ‘interventions,’ ‘intervention success,’ ‘teacher buy in,’ 
‘teacher perceptions,’ ‘compliance’ and ‘implementation.’ Articles were also filtered 
by language, year published and whether or not they had been peer reviewed. They 
were restricted to the last twenty years, unless of significant importance, and were 
published in English in peer reviewed journals. Government policies and 
publications related to the Irish school curriculum and in particular wellbeing and the 
role of the guidance counsellor were also reviewed. 
  Thomas (2013, p.59) says that the “quality of a source and its ‘primary-ness’ 
or ‘secondary-ness’” are not necessarily correlated and secondary sources such as 
meta-analysis or systematic reviews can be particularly useful. I have sourced the 
literature from both primary and secondary sources.  
 The literature review will critically examine several areas; firstly, it will give 
a background of wellbeing in Irish schools and the role of the guidance counsellor 
within this setting. The area of mindfulness and its origins will then be explored. 
Following this, mindfulness interventions in schools and their expected outcomes 
will be reviewed using several meta-analysis studies and primary research papers. 
Finally, literature on intervention success in schools will be examined. 
 
2.1 Wellbeing in Irish schools: the whole school approach 
 
 The term wellbeing can be described as someone being comfortable, healthy 
or happy. There are numerous definitions but the Department of Education and Skills 
(2018) says that: 
 “Wellbeing is present when a person realises their potential, is resilient in dealing 
 with the normal stresses of their life, takes care of their physical wellbeing and has 
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 a sense of purpose, connection and belonging to a wider community. It is a fluid way 
 of being and needs nurturing throughout life.”  
         (DES 2018, p.10) 
A Framework for Junior Cycle (DES 2012, p.5) explicitly stated that there should be 
an emphasis placed on the wellbeing of the student and that their experiences should 
enable the development of “physical, mental, emotional and social wellbeing and 
resilience.” This sentiment resonates with the Education Act (GOV 1998) which 
references the role of the school in the personal development of the student. The 
European Union recommends that youth strategy be “centred around young people 
and improving well-being” (European Parliament resolution 2017/2259(INI), p.185). 
Evidence from the My World Survey 2 supports the need for a greater focus on 
student mental health and wellbeing with Dooley et al. (2019) highlighting that 
adolescents were more likely to be in the moderate to severe range for levels of 
anxiety and depression when compared with the results of My World Survey 1. 
 The Framework for Junior Cycle (DES 2015) sought to formalise the 
recognition of wellbeing in the curriculum, stating that a school’s Junior Cycle 
programme must include reporting on students’ achievements in the area of 
wellbeing from 2020. Wellbeing will integrate learning in the areas of PE, SHPE, 
CSPE and guidance activities (DES 2015). There is a requirement for 300 hours of 
wellbeing at Junior Cycle rising to 400 in 2020 (NCCA 2017). It should be noted 
that the NCCA (2017) encourages schools to integrate elements of wellbeing across 
the curriculum where possible, supporting the DES (2015, p.23) who said: “Students 
will engage with learning related to wellbeing through the school culture and 
students’ experience of the implementation of related whole-school policies.”  
 An important factor in achieving positive outcomes related to emotional 
wellbeing is promoting awareness among staff of the importance of mental health. 
This is because it is ‘regular’ teachers who are likely to be involved in support for all 
(DES 2015). Weare (2000) also highlights the importance of the whole school 
approach to wellbeing by noting that academic achievement can be improved by 
targeting affective learning outcomes, suggesting that it is important that teachers 
who seek to promote academic achievement realise that they are on the same side as 
those who seek to promote emotional health. Bakosh et al. (2018) challenge this 
somewhat, saying that research linking mindfulness to improved academic 
achievement is patchy and Klingbeil et al. (2017) reported only small effect sizes on 
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academic achievement in their meta-analysis. However, the DES (2018, p.12) say 
that “emotional wellbeing may be understood as an educational end in and of itself” 
and does therefore not necessarily need to be linked to academic achievement to 
justify its inclusion in the curriculum. 
 
2.2 The role of the guidance counsellor in wellbeing 
 
 Guidance counselling is a whole school activity and considered to be one of 
the main pillars of a wellbeing programme in schools (NCCA 2017). The three level 
continuum of support model for mental health in schools is also applied to guidance 
where the whole school guidance plan should incorporate ‘guidance for all,’ 
‘guidance for some’ and ‘guidance for a few’ (NCGE 2017). 
 Guidance provision encompasses three areas; 1) personal and social 
development, 2) educational guidance and 3) career guidance. Schools have a degree 
of flexibility in how these are incorporated into guidance provision (DES 2015). This 
flexibility is reflected in the Framework for Junior Cycle (DES 2015) where the role 
of the guidance counsellor is highlighted in the area of ‘other learning experiences’. 
Mention is given to guidance activities being important in the area of wellbeing and 
the need for the guidance counsellor to enable students to develop key skills such as 
‘managing myself’, ‘resilience’ and ‘being aware of my feelings and thoughts’. 
However, there are no specific guidance activities listed and the guidance counsellor 
is free to choose activities they deem suitable for their own situation. The NCCA 
(2017, p.45) does, however, recommend that when planning any wellbeing activity 
the school should ensure that it relates to the six key indicators of wellbeing; being 
active, responsible, connected, resilient, respected and aware. In the case of the 
‘Mindfulness Minute,’ it is targeting students’ ability to be ‘aware.’ 
 The NCGE (2017) highlights the role of the guidance counsellor in 
coordinating elements of ‘guidance for all’ in the wellbeing programme, with 
personal and social, educational and careers guidance integrated into the curriculum 
in line with the whole school approach to guidance. However, Hearne et al (2016) 
say there is limited evidence to support the effectiveness of this whole school 
guidance approach. Indeed a particular difficulty was seen in the Life Skills Survey 
where the DES (2017) found that while 86% of schools used wellbeing guidelines 
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for mental health promotion, 83% of these schools reported teaching mental health 
issues as challenging or very challenging. This suggests that guidance for all is being 
incorporated at a whole school level but that ‘regular’ teachers are finding it difficult 




 Mindfulness can be described as being present in the moment and being 
curious about a current experience in a non-judgmental way (Dunning et al. 2018). A 
more specific definition is: 
 Mindfulness can be thought of as moment-to-moment, non-judgmental awareness, 
 cultivated by paying attention in a specific way, that is, in the present moment, and 
 as non-reactively, as non-judgmentally, and as openheartedly as possible 
                 (Kabat-Zinn 2015, p.1481) 
 Fischer et al. (2017, p.546) describe its origins in eastern Buddhist traditions 
and say it is used as a means to achieve “kindness, compassion, generosity and 
equanimity” towards ourselves and others. Fischer et al (2017) say that it is a 
deliberate practice. Kabat-Zinn (2015), however, suggests that mindfulness can be 
deliberate or occur spontaneously as a result of deliberate practice. 
 Improved attention and concentration, reduced stress and anxiety, improved 
emotional regulation, reduction in avoidance of emotions, reduction in impulsivity 
are some of the purported benefits of mindfulness. Literature relating to these will be 
discussed in the ‘outcomes’ section. 
 Not surprisingly, with its eastern origins some eastern countries have begun 
to formalise mindfulness provision in schools. Bhutan introduced mindfulness to the 
curriculum with an emphasis on achieving emotional intelligence outcomes (SIYLI 
2020) and Nepal have introduced mindfulness in the form of yoga with the aim of 
students achieving a more balanced mental state (Xinhua 2019). 
 The use of mindfulness-based interventions (MBIs) in schools and research 
in the area are rapidly growing according to Bender et al. (2018) who identified an 
increase in schools-based mindfulness research that was consistent with an overall 
increase in mindfulness research. However, according to Bender et al. (2018) the 
number of studies in schools-based research remains low given the widespread 
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increase in mindfulness programs in schools. Zenner et al (2014, p.2) offered a word 
of caution on this increase in mindfulness programmes, saying that “enthusiasm 
about the integration of MBI’s in schools surpasses evidence.” 
 
2.4 Intervention process 
 
 Mindfulness interventions have been found to differ greatly in dosage across 
studies (Felver et al. 2016). Klingbeil et al (2017) define dosage as the total number 
of minutes accumulated over a study. Dunning et al. (2018) also noted heterogeneity 
in duration and type of intervention. Stuart et al. (2017, p.23) suggest this variation 
between interventions suggests the need to explore conditions that are most likely to 
maximise the outcomes of the mindfulness intervention, in particular “how the 
amount of time spent in mindfulness practice affects outcomes.” 
 Facilitators of MBIs in schools have been shown to vary greatly across 
studies and have included “yoga instructors, teachers, mental health therapists and 
study researchers” (Sapthiang 2019, p.4). The type of activity has also varied, with 
Lemay et al. (2018) using a yoga based intervention, while Broderick and Frank 
(2014) used breathing exercises and Felver et al. (2016) point to mindfulness based 
stress reduction programs being used in numerous studies. Comparison of outcomes 
across interventions is therefore difficult due to this variety. 
 One study worth mentioning due to its similarity to the ‘Mindfulness Minute’ 
was carried out by Bakosh et al. (2018). They studied sixteen socio-demographically 
diverse classrooms in the United States and utilised short audio-guided mindfulness 
activities for ten minutes per day for 90 days. The authors only measured effects on 
academic achievement, and found effect sizes were low and confidence intervals 
were wide. Fidelity of implementation, however, was noted to be high due to its 
ease. Bakosh et al. (2018) attributed this high fidelity to the mindfulness intervention 
being technologically enabled as “teachers seemed able to implement the 
intervention with almost no further training” (p.34). The ‘Mindfulness Minute’ is 
itself a technologically based intervention and teacher perceptions about the fidelity 






 Research has looked at outcomes of mindfulness interventions across 
different demographics in school settings. Schonert-Reichl and Lawlor (2010) for 
example, tested mindfulness education across twelve schools and found no 
differences in outcomes between gender, family composition or language spoken. 
They did, however, find some differences in outcome between pre-adolescents and 
early adolescents which mirrored findings by Carsley et al. (2018, p.700) who noted 
that “higher pre-post effects” were seen in late adolescents when compared to pre-
adolescents and middle adolescents. Fung et al. (2019) remarked that differences in 
outcome were greatest in students who initially presented with the most severe 
issues. 
 In their meta-analysis of mindfulness interventions Zenner et al. (2014) 
found that despite the many differences between studies such as student background, 
organisation or type of intervention, the one variable that showed consistent 
statistical significance in identifying variance in outcomes across studies was the 
amount of time given to the practice of mindfulness. The importance of time is also 
highlighted by Creswell (2017), who says that the periodicity of the intervention is 
vital, with greater regularity likely to show larger effects. This is backed up by 
Zenner et al. (2014, p.18) who identified improvements in student attention and say 
that the effect is stronger where “more mindfulness training and home practice has 
been implemented.” However, there may also be a point at which too much 
mindfulness practice becomes counterproductive (Creswell 2017). 
 Various positive outcomes have been reported following MBI studies. In a 
study conducted in the United States by Schonert-Reichl and Lawlor (2010) teacher-
rated outcomes noted particular improvements in students’ attention and 
concentration, though the author did acknowledge the limitations of using teacher 
rated evidence as opposed to direct observation of students. Fung et al. (2019) 
looked at the impact of a school-based mindfulness intervention for students from 
low income ethnic minorities in the greater Los Angeles area. They performed pre-
intervention, post-intervention and three month follow up tests on emotional 
regulation and mental health and found evidence of positive effects on emotional 
regulation, and reduced levels of perceived stress. Fung et al. (2019) noted a large 
effect size for avoidance, the suppressing of difficult thoughts and feelings. 
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Avoidance was one of the main coping strategies for Irish adolescents who were 
dealing with anxiety, identified by Dooley et al. (2019) in My World Survey 2. 
 Several meta-analyses, while generally positive, report similar outcomes to 
the studies above but with a smaller effect size. Dunning et al. (2018) note outcomes 
related to depression, stress and anxiety that range from small to moderate. 
Improvements in coping skills, emotional regulation and reduced stress levels were 
reported by Sapthiang et al. (2019). Klingbeil et al. (2017, p.99) concluded that 
mindfulness based interventions showed positive outcomes across a range of 
outcomes related to youth wellbeing. The outcomes were however, “universally 
small.” 
 Galles et al. (2019) examined the link between mindfulness and career 
decision making. They found that individuals with higher levels of mindfulness 
showed higher levels of career identity and less negative career thoughts. Galles et 
al. (2019) did, however, acknowledge that the area lacked research and that their 
sample was small and disproportionately made up of Caucasian females. 
 Summarizing the above, outcomes have included the following; improved 
attention and concentration, reduced stress and anxiety, improved emotional 
regulation, reduction in avoidance of emotions, and improvements in career decision 
making. However, it must be noted that effect sizes were small in some instances. 
 
2.6 Limitations of studies 
 
 When examining universal interventions in a school setting it is possible that 
multiple people may be involved in the delivery of the intervention. Bender et al. 
(2018) comment that fidelity in implementing interventions in a scenario such as this 
is an issue which can impact the accuracy of findings. Fidelity in implementation 
across studies due to differing understandings of the definition of mindfulness arose 
as a concern for Klingbeil et al (2017). 
 Zenner et al. (2014) conducted a meta-analysis of mindfulness-based 
interventions in schools. They noted that analysing data was difficult due to issues 
related to sample size, diversity of samples, methods of intervention implementation 
and differing mechanisms of effect measurement.  Participants who had prior 
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experience of mindfulness, lack of member checking, no information detailing the 
period between the intervention ending and data being collected were some of the 
limitations to various studies that Sapthiang et al. (2019) identified. The most 
common limitation they identified, however, related to potential biases not being 
alleviated by random sampling. Creswell (2017, p.508) notes how “methodological 
limitations (e.g. small samples, lack of control groups...)” in most of the literature 
relating to mindfulness prevent “definitive statements about the efficacy of 
mindfulness interventions on many outcomes.” Further quality research in the area is 
therefore needed. 
 
2.7 Intervention success 
 
 Carsley et al. (2018) found differences in outcome effects across studies 
depending on who facilitated the intervention; teacher, external instructor, 
counsellor, etc. They suggest that more research is needed to assess the impact of the 
facilitator. Regardless of who the instructor is, Kabat‐Zinn (2006) says that in his 
experience: 
 “Unless the instructor's relationship to mindfulness is grounded in extensive 
 personal practice, the teaching and guidance one might bring... will have little in the 
 way of appropriate energy, authenticity, or ultimate relevance, and that  deficit will 
 soon be felt by program participants.” 
        Kabat‐Zinn (2006, p.150) 
 Goldberg et al. (2019) conducted a meta-analysis of the effectiveness of 
whole school interventions which sought to enhance students’ social and emotional 
wellbeing. They noted that that “interventions evaluated in the United States were 
found to have significantly higher social and emotional effect sizes than whole 
school interventions evaluated outside of the United States” (Goldberg et al. 2019, 
p.769). Weare and Nind (2011) suggest that this relates to the implementation style 
for whole school interventions, which tend to be more prescriptive in the US, as 
opposed some studies they reviewed outside the US where a bottom up approach led 
to less fidelity and led to teachers being less likely to know what exactly they were to 
implement and how. 
 Durlak and DuPre (2008) found that interventions were more likely to be 
implemented successfully when there was collaboration in determining the type of 
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intervention to be carried out and their findings also supported the premise that 
positive outcomes were affected by the quality of implementation. A “lack of buy in 
from staff, perceived need for the programme, insufficient training, and teachers’ 
self-efficacy” (Goldberg et al. 2019, p.771) were found to be issues which impact 
successful implementation. It would seem then that teacher ‘buy-in’ is a vital part of 
any intervention achieving its desired outcomes. 
 Zenner et al (2014) noted that outcomes in MBIs to be similarly positive in 
general and clinical populations. Klingbeil et al (2017, p.99) also identified this 
phenomenon, saying that effects of MBIs on school populations were on a par with 
those in clinical settings. This according to Klingbeil et al (2017) provides “a sound 
scientific basis for school based practitioners to adopt and implement MBIs.” 
 Schools may be an ideal setting for MBIs; however, a lack of teacher buy-in, 
issues with teacher self-efficacy and fidelity of implementation may impact effective 
implementation of an intervention. 
 
2.8 Intervention success and student age 
 
 Johnson et al. (2017) conducted a study of early adolescent teens in Australia 
and found no significant positive outcomes associated with a school mindfulness 
programme. The authors suggested that it was possible students were too ‘cynical’ 
for the mindfulness intervention to work and concluded that further research was 
needed to identify the optimal age at which to implement mindfulness interventions.  
 Schonert-Reichl and Lawlor (2010) noted in their findings that while self-
perception in their pre-adolescent group benefited from their mindfulness 
intervention, no improvement was seen in the early adolescent group. This, they say, 
may be due to the fact that adolescents are already self-conscious and an increased 
emphasis on self awareness due to the mindfulness programme may actually cause 
them to be more self-critical. Erikson’s theory of human development suggests that 
adolescents are going through a state of identity confusion. This may explain the 
feelings of self-consciousness (Boyd & Bee 2015). Carsley et al. (2018) found in 
their meta-analysis that students in the late adolescence age group were shown to 
benefit the most from mindfulness activities. Again, Erikson may be able to offer 
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some explanation for this. He noted adolescents were more likely to have a greater 
sense of personality compared with that of early adolescents, who were likely to 
protect themselves from uncomfortable emotions by attempting to fit in with peers 
(Boyd & Bee 2015). Both Carsley et al. (2018) and Schonert-Reichl and Lawlor 
(2010) recommend that more research be carried out on the impact of mindfulness 




 Policy places wellbeing as a core element of Irish school curriculum (DES 
2012, 2013, 2015, 2018). Guidance provision is a central element of wellbeing and 
responsibility for coordinating a whole school guidance plan rests with the guidance 
counsellor (NCGE 2017). The guidance counsellor is therefore a vital cog in the 
delivery of wellbeing. 
 There is, however, concern in a number of areas. Firstly, guidance for all is 
seen as a whole school activity, with ‘regular’ teachers implementing parts of the 
plan formulated by the guidance counsellor. Some literature suggests that this is not 
working effectively due to teacher self-efficacy, fidelity of implementation, teacher 
buy-in and school ethos. Secondly, there is evidence that MBIs range in 
effectiveness depending on student age and may be more appropriate for some than 
others. Thirdly, studies have varied greatly in dosage, facilitator and intervention 
type, making it difficult to compare results. 
 Despite the areas of concern, Zenner et al. (2014), Creswell et al. (2017) and 
Carsley et al. (2018) all conclude that evidence regarding MBIs is positive and 
suggests that further research using large samples and rigorous controls is warranted. 
 





Chapter 3: Methodology 
3.0 Introduction 
 
 The purpose of this chapter is to introduce the aim of the study and primary 
and secondary questions that guided the research. An interpretivist view underpins 
the study and I chose a qualitative approach to the research. Participant access was 
sought, sampling occurred, one to one phone interviews were carried out and data 
was then analysed using a thematic analysis approach. Strengths and limitations of 
the methodology and methods will also be examined in this chapter. This chapter 
will be presented under the following headings; research aim, objectives, primary 
and secondary questions, paradigm, design, researcher positionality, participant 
access, sampling, ethical considerations, data collection, data analysis, rigor, validity 
and reliability. 
 It is worth mentioning that this study was impacted by a reduced timeframe 
and the onset of coronavirus, a global pandemic. Working remotely from home was 
necessary as a result and alterations had to be made to the design of the study. How 
these alterations impacted the study will be touched upon in the relevant sections. 
 
3.1 Research aim 
 
 The study explores teachers’ perceptions and experiences of the ‘Mindfulness 
Minute,’ a whole-school mindfulness intervention used daily in a case study school. 
The study aims to contribute to the development and implementation, by guidance 
counsellors, of mindfulness activities, particularly the ‘Mindfulness Minute,’ in the 
school. 
 
3.2 Research Objectives 
 
1. To examine the literature relating to mindfulness interventions in schools. 
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2. To seek teacher perceptions in relation to the ‘Mindfulness Minute’ 
regarding its implementation, perceived benefits, structure and teacher 
training. 
3. To identify areas that hindered successful implementation of the 
intervention. 
 
3.3 Primary research question 
 
1. What do teachers perceive as the main issues impacting successful 
implementation of the ‘Mindfulness Minute?’ 
 
3.4 Secondary research questions arising from the primary research 
question 
 
1. Did teachers notice any difference in how different year groups responded to 
the intervention? 
2. What are teacher perceptions with regard to how students respond to the 
intervention and has this changed over time? 
3. What changes in student behaviour before and after the ‘Mindfulness Minute’ 
on any given day did teachers notice, if any? 
4. What do the teachers’ understand mindfulness to be? 
5. What are the teacher perceptions of the benefits of the ‘Mindfulness Minute’ 
for students, if any? 
6. How were teachers involved in the planning and implementation of the 
‘Mindfulness Minute?’ 
7. How comfortable did teachers feel implementing the intervention? 






 The researcher chose to use an interpretivist paradigm. Thomas (2013, p.108) 
describes interpretivism as being concerned with “people and the way they 
interrelate.” It seeks to find out what people are thinking and how they construct 
meaning from the world around them. In order to do this, Thomas (2013) says we 
must be a participant in the research ourselves and essentially co-construct meaning 
with the research participant. Bell (2007) says that a quantitative approach to 
research seeks facts and how these ‘facts’ relate to each other, while those taking a 
qualitative approach doubt whether ‘facts’ exist when dealing with social research. 
Good qualitative research is associated with rich descriptions that delve deeper than 
surface information and provide the reader with an insight into the complexity of an 
issue (Tracy 2010). Since the researcher intends to look at teacher perceptions, which 
will be individual to each participant and need to be teased out using the researcher’s 
own knowledge, a qualitative approach seems a logical fit. 
 Qualitative research is not without its limitations however. Cohen et al. 
(2011) say that due to the smaller sample size in qualitative research, it may be 
possible to claim typicality of findings but it is difficult to claim generalizability. 
Qualitative research may also be too subjective and issues related to bias are harder 
to control (Thomas 2013). Cohen et al. (2018) describe problems related to 
participant subjectivity, such as deliberately distorting or falsifying information to 
suit their own agenda. Reactivity is another concern identified by (Cohen et al. 2018) 
where participants may seek to impress or influence the researcher. Researcher 
power can also be a concern according to Cohen et al. (2018) and may lead the 
researcher to impose their own definitions on the participant. Rigour is essential to 
addressing researcher subjectivity or bias in interpretivist research (Cohen et al 




 This study researches the ‘Mindfulness Minute’ an ongoing intervention in 
my own school. Thomas (2013) says that a small piece of work may be undertaken 
for postgraduate research where the researcher may look at a policy or programme 
that a colleague may already have in place. This particular piece of research is 
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evaluative in nature as it proposes to use teacher perceptions of the effectiveness of 
the ‘Mindfulness Minute’ to inform future design of the intervention. I have chosen 
to call it an ‘explorative’ study, however, as it involves only teacher perceptions and 





 Qualitative research is assumed to generate information via interaction 
between people and since the researcher will ultimately have a position on the topic, 
that position will influence the nature of the interactions between researcher and 
participant (Thomas 2013). Quality research therefore requires reflexivity on the part 
of the researcher. Tracy (2010, p.842) describes it as “honesty and authenticity with 
one’s self, one’s research, and one’s audience.” Right from the beginning of the 
research the researcher should acknowledge their subjectivity and discuss their 
positionality, what their background is, why they are interested in the topic and what 
their beliefs are relating to it (Thomas 2013). Not including this information makes it 
impossible for the reader to know how the researchers “account may have been 
influenced by personal factors and biases” (Smyth & Holian 2008, p.37). My own 
positionality is discussed in the next section. 
 Berger (2015) suggests that reviewing material a few weeks after the initial 
analysis will allow the researcher to view it from a different ‘lens’ and potentially 
identify where their own experience has impacted the analysis. I used a reflective 
journal throughout the research to aid this process. 
 
3.8 Researcher Positionality 
 
 Thomas (2013) says that due to the co-constructed nature of interpretive 
research the researcher has a central role in interpreting the information. The 
researcher, he says, must discuss their ‘positionality’ as it is undeniable that they 
have a position and this position will affect the nature of their observations. 
 The reader, in this case, should therefore be made aware that I am studying a 
course in guidance counselling and that mindfulness techniques were taught to me on 
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this course. I have a personal belief in the efficacy of these techniques and would use 
them daily myself. I also have a working relationship with the person who 
introduced the ‘Mindfulness Minute’ into the school. This I felt raised a challenge 
for me. I was cognisant of the fact that there may be an expectation from my 
colleague that the ‘Mindfulness Minute’ would be presented in a positive light. 
However, there is also an expectation from the university, and indeed of myself, that 
the research is carried out with integrity. According to Thomas (2013), if this was 
something I was unwilling to acknowledge here then the research would not be a 
viable option. It should also be noted that having taught in this school for the 
previous year while the ‘Mindfulness Minute’ was ongoing, I was already exposed to 
some teachers’ views about the intervention from time to time. 
 
3.9 Participant access  
 
 Ethical approval was first sought from the university. Consent for access was 
then sought from the gatekeeper, in this case the school principal (Appendix 1 & 2). 
Information sheets and consent forms were given to participants once selected 
(Appendix 3 & 4).  Interviews were due to take place on a one to one basis in person, 
however, due to the coronavirus restrictions the researcher had to conduct them via 
phone. Volunteers were contacted again to ascertain if they still consented to 
participate due to the change in format. Cohen et al. (2011) highlight the importance 
of this step, saying that consent must be informed consent, which would involve 
disclosing any alterations to procedures. Eight of the ten consented and two were 
unable to commit owing to family care circumstances. 
 
3.10 Sampling  
 
 Cohen et al. (2018) describe a sample as subset of the entire population. In 
this study participants were chosen from my own school as the intervention being 
explored is unique to the school. Bell (2007) says that in small studies a researcher 
may have to rely on the good will of those available and, as such, sampling will be 
purposeful. She goes on to say that effort should still be made to make the sample as 
representative as possible to allow for generalisations to be made. Cohen et 
al.(2018), however, disagree somewhat with the notion of a ‘sample’ in qualitative 
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research saying that individuals’ uniqueness means they only really represent 
themselves and therefore we should refer to it as a group of individuals rather than 
use the term ‘sample.’ Thomas (2013) also notes a problem with using the term 
‘sample’ due to its everyday usage, which suggests it is reflective of the whole 
population. In interpretative research it does not carry this connotation (Thomas 
2013). Sample size can vary from one participant in a case study to the entire 
population in an ethnography and the basis for choosing the sample in qualitative 
research is to provide “rich and relevant information” Cohen et al. (2018, p.224).  
 I decided to choose twelve teachers at random. These twelve were contacted 
and ten agreed to participate initially. This was eventually reduced to eight, as 
mentioned in the previous section. Teachers were selected in this manner in an 
attempt to avoid selection bias, due to my personal knowledge of the teachers, which 
Thomas (2013) says could distort the evidence and validity of the study. 
 While teachers were picked randomly it must be pointed out that sampling 
was purposeful since the researcher was only seeking the views of teachers in one 
particular school and as such will not be representative of a wider population. Cohen 
et al. (2018, p.223) say that this lack of representativeness is irrelevant since 
“qualitative research seeks to explore the particular group under study, not to 
generalise.” 
 
3.11 Ethical considerations 
 
 Ethical issues occur at all stages of qualitative research (Oancea 2014), from 
initial consideration of how worthwhile the study is to issues such as sampling and 
reporting. Cohen et al. (2011) describe ethics as occurring in three areas; legislative, 
professional and personal. Legislative involved gaining university ethics approval. 
Professional consideration involves the use of the codes of ethics such as the IGC 
code, for example. Personal ethics involves my own internal struggles and decisions. 
 Confidentiality, right to informed consent, right to withdraw and informing 
parties where conflicts of interest occur (IGC 2012) are issues likely to need 
professional consideration. Cohen et al. (2011) discus how the ‘right to privacy’ can 
easily be violated during or after research and that the participant can be vulnerable 
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in either case. As an insider researcher I will have knowledge of individual 
participants and must have an awareness not to include, for example, any quotes 
which I feel may make it possible to identify the participant. Cohen et al. (2011) 
describe this as non-traceability, saying that while someone in a one to one interview 
cannot obviously remain anonymous, they have the right to this lack of traceability 
as well as confidentiality. 
 On a personal level, the issue of researcher ‘power’ is to the fore in 
evaluation research (Hearne 2013). The insider researcher can have valuable 
information that may aid the depth of the research, however, “care is needed in 
negotiating the professional boundaries of access, sampling, and reporting with 
students, clients, colleagues” (Hearne 2013, p.5). Being an inside researcher I will be 
interviewing colleagues. I will have ethical decisions to make about who I discuss 
the research with, what data might make a participant identifiable, how accurately I 
present the data, even if it is negative towards the intervention, or how obliged to 
participate colleagues feel, particularly younger colleagues. 
 
3.12 Data collection 
 
 The researcher used semi-structured, audio-recorded, one-to-one phone 
interviews of one hour duration. It was initially planned to use a recording device for 
face to face interviews, however, when this was not possible recorded phone 
interviews were used instead, following consultation with the participants. All 
participants received information sheets and gave informed consent. The researcher 
transcribed the interviews. 
 Semi-structured interviews “provide the best of both worlds” when it comes 
to interviewing according to (Thomas 2013, p.198). The researcher felt that 
structured interviews, where participants answered prescribed questions would 
prevent him from following up on an interesting point and an unstructured interview 
may lead to too broad a discussion and prevent the researcher from keeping the 
interviewee on topic. A list of questions used to guide the interview can be found in 
appendix 5. It should be noted that there is some criticism of less structured 
interviews. Cohen et al (2018) say that if well controlled social interviews can 
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contain inaccuracies then less controlled interviews can carry greater risks of 
inaccuracy and subjective reports may be misleading. 
 
3.13 Data analysis 
 
 Qualitative data analysis is concerned with how we move from data to 
interpreting and understanding a question or phenomenon (Cohen et al. (2018). 
There is no one correct way of doing this according to (Cohen et al. (2018) as the 
same data can be subject to different interpretations. Thomas (2013) identifies a 
number of approaches to data analysis in qualitative research. The constant 
comparative method involves going through data again and again, marking important 
information with codes and eventually themes emerge. The network analysis method 
demonstrates how one idea is related to another through a network system. Cohen et 
al. (2018) describe another method; content analysis, which involves a more 
objective interrogation on text. It is more commonly used for large data sources and 
wasn’t appropriate for this study. 
 Nowell et al. (2017) discuss the importance of rigour to data collection in 
qualitative research to ensure that results are meaningful. Data collection should be 
“conducted in a precise, consistent, and exhaustive manner through recording, 
systematizing, and disclosing the methods of analysis” (Nowell et al. 2017, p.1). 
Doing this allows the reader to make their own decision as to the quality and 
trustworthiness of the research. I used Braun & Clarke’s (2006) thematic analysis 
framework to structure my data analysis. It is a constant comparative method and its 
simplicity is beneficial for the beginner researcher (Thomas 2013). These are the 
steps that I followed. 
 
“1. Familiarizing yourself with your data 
  2. Generating initial codes 
  3. Searching for themes 
  4. Reviewing themes  
  5. Defining and naming themes 






 High quality qualitative research, according to Tracy (2010), is marked by 
rich abundance throughout the entire research process. Questions that this researcher 
asked himself included; Was enough data collected? Did the researcher spend 
enough time in the field? Was there sufficient thought put into sampling? Was 
enough care given to taking field notes? Were descriptions of sufficient depth and 
detail? Were the notes taken within a sufficient time frame so as to accurately 
represent what occurred? Were the interviews appropriate in length? Was the 
number of interviews sufficient? Was the data analysis carried out as described to the 
reader? I kept a journal throughout the research to reflect on these areas. Cohen et al. 
(2018) note that this journal then becomes data itself and, as such, some of the same 
questions can be asked about the reflective journal. For example, were reflections 
made within a sufficient time frame? The journal allowed me to reflect on the impact 
of my own input on the data obtained during the interview process in particular. 
 Rigour according to Tracy (2010, p.841) is a “necessary but not sufficient 
marker of qualitative quality,” however, she does say that it gives you a greater 
chance at achieving quality in research. 
 
3.15 Validity & Reliability 
 
 Validity and Reliability are usually seen as two of the pillars of good research 
(Braun & Clarke 2013). Validity can be described as whether or not a piece of 
research measures what it is supposed to measure. It is a concept that has its origins 
in quantitative research and can be problematic in qualitative research since social 
science “is not straight forwardly perceivable because it is constructed by each of us 
in a different way” (Thomas 2013, p.108). Therefore what the research is supposed 
to measure can change from person to person depending on how they construct their 
reality. Braun & Clark (2013) discuss four types of validity and say that, of the four, 
ecological validity is most relevant to qualitative research. This is because ecological 
validity is concerned with how a piece of research relates to the real world and 
qualitative research “tends to gather data in ways that are less removed from the real 
world than quantitative” research (Braun & Clarke 2013, p.280). 
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 Cohen et al. (2018) say that reliability is when a piece of research can be 
carried out on similar participants and generate similar results. It is a term that is 
taken from psychometrics and has been “imported into applied social research” 
(Thomas 2013, p.138). In qualitative research the “context-bound nature of reality” 
(Braun & Clarke 2013, p.279) means that reliability is not a good measure for 
measuring qualitative work. Thomas (2013, p.139) goes as far as to say it is 
irrelevant. In relation to qualitative research, Cohen et al. (2018) say that reliability 
is related more to the ‘credibility’ or ‘dependability’ of the results. 
 If reliability is ‘irrelevant’ and ecological validity applies to qualitative 
research, but it is only one of the measures of validity, how then do we judge quality 
in qualitative research? Validity can be added to the research by dealing 
transparently with issues such as researcher bias and subjectivity (Smyth & Holian 
2008) and rich rigour (Tracy 2010). In my own situation I needed to deal with the 
issue of being an insider researcher and acknowledge the potential pitfalls that this 
entailed. My reflective journal allowed me to identify instances where researcher 
power was impacting interviewee responses and instances where my own positivity 
towards mindfulness may have led to leading questions in the interviews. 
 Tracy (2010) highlights eight elements of excellent qualitative research, with 
transferable results being essential to ‘resonance’ or the “research’s ability to 
meaningfully reverberate and affect an audience” (Tracy 2010, p.844). The key to 
transferable results is rich description of the setting, participants, and other relevant 
circumstances of the study combined with direct testimony from participants. The 
reader must then use these to decide if the research is transferable to their own 
situation (Braun & Clarke 2013). 
 Member checking and triangulation are two methods of improving the 
quality of qualitative research. Member checking will be implemented in this 
research and involves showing a draft of the analysis to “some or all of the 
participants” (Braun & Clarke 2013, p.282) for them to assess whether or not their 
comments have been accurately reflected. This is not without its issues as 
participants may not want to give up the extra time necessary for this. However, the 
benefit is that it can be seen as a form of qualitative reliability as it is a way of 






 In this section I reviewed the paradigm used. I chose Interpretivism as I 
deemed it the most suitable for the aim of the research. I presented how the 
participants were chosen, how data was collected and analysed. Issues of rigour, 
validity, reliability and ethical concerns were looked at. My own positionality was 
discussed and the strengths and weaknesses of the research methods were 
highlighted throughout. The impact of the coronavirus pandemic was also alluded to. 
In the next section I will present the findings generated following thematic analysis 



















Chapter 4: Findings 
4.0 Introduction 
 
 The researcher’s aim is to explore teachers’ perceptions of the 
implementation, design, evaluation and potential benefits to students of the 
‘Mindfulness Minute.’ I hope to co-construct a better understanding of the 
‘Mindfulness Minute’ through one to one teacher interviews. The research may aid 
guidance counsellors to more effectively implement a similar intervention in the 
future. 
 This chapter presents the main research findings which were generated using 
Braun and Clarke’s (2006) Thematic Analysis process. Three main themes were 
identified as well as a number of sub themes within each of these. The chapter is 
divided into the following sections. Firstly there is a brief overview of the teacher 
profiles and the length of time they have been involved with the ‘Mindfulness 
Minute’ intervention. Secondly, the main themes that emerged are discussed through 
various sub themes. The main themes and sub themes that surfaced are as follows: 
Theme 1: Lack of involvement in the design, introduction, delivery and evaluation 
of the ‘Mindfulness Minute’ has negatively impacted on teachers’ buy-in and 
understanding of the intervention. 
 Sub theme 1: Lack of initial teacher training and input into the design of the 
 intervention impacts teacher  understanding of the ‘Mindfulness Minute.’ 
 Sub theme 2: Lack of teacher preparedness leads to problems with the 
 implementation of the ‘Mindfulness Minute.’ 
 Sub theme 3: Lack of follow up causes teacher frustration with the 
 intervention and leads to a drop off in teacher buy-in. 
 Sub theme 4: Teachers lacked an avenue to convey their concerns about the 
 ‘Mindfulness Minute.’ This again led to a drop off in teacher buy-in. 
 
Theme 2: Conflicting feelings about wellbeing in the curriculum and a lack of 
understanding about mindfulness and the ‘Mindfulness Minute’ are negatively 
impacting the intervention. 
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 Sub theme 1: Teachers display conflicting feelings towards wellbeing in the 
 curriculum. 
 Sub theme 2: Teachers without personal experience of mindfulness confuse 
 ‘mindfulness’ with ‘wellbeing.’ 
 Sub theme 3: Teacher buy-in for the ‘Mindfulness Minute’ is linked to their 
 personal relationship with mindfulness. 
 Sub theme 4: Lack of understanding of the aim of the ‘Mindfulness Minute’ 
 is negatively impacting teacher buy-in. 
 
Theme 3: Teacher confusion about their role in the delivery of the ‘Mindfulness 
Minute’ is negatively impacting student experiences. 
 Sub theme 1: Teachers are confused about their role in the delivery of the 
 ‘Mindfulness Minute.’ 
 Sub theme 2: How students interact with the ‘Mindfulness Minute’ varies 
 across year groups and is linked to teacher role confusion. 
  
4.1 Teacher Profiles 
 
 The following information uses pseudonyms to protect the anonymity of the 
participants. Teachers will be referred to as Tom, Bob, Joe, John, Mary, Niamh, 
Amy and Ann. The even spread of gender was a result of random selection as 
opposed to choice on the researcher’s part. All participants are Caucasian and of 
Irish descent. Six of the eight participants had been involved in the ‘Mindfulness 
Minute’ since its inception, while the other participants had been involved for the 
second of its two years. Teachers ranged from 25 to 50 years in age and teaching 
experience was in line with their general age profile. All teachers are from the case 
study school. During the playing of the ‘Mindfulness Minute’ all of the teachers had 
more than one class group throughout the week which allowed for comparisons to be 




4.2 Theme 1: Lack of involvement in the design, introduction, delivery and 
evaluation of the ‘Mindfulness Minute’ has negatively impacted on teachers’ 
buy-in and understanding of the intervention. 
 
 The first theme that emerged centred on initial planning, introduction and 
follow up of the intervention. In this section there was consensus in a number of 
areas; namely that teachers had no input in the design of the ‘Mindfulness Minute,’ 
they weren’t prepared for its introduction and delivery due to a lack of 
comprehensive training and there was no evaluation of the intervention carried out. I 
believe that these led to a lack of buy-in from teachers who seemed confused about 
what they had to do. This lack of buy-in was further compounded by having no 
avenue to voice their concerns due to the lack of follow up. 
 
4.2.1 Sub theme 1: Lack of initial teacher training and input into the design 
of the intervention impacts teacher understanding of the ‘Mindfulness Minute.’ 
 
 Across the board there appeared to be no teacher input into the design of the 
intervention. The ‘Mindfulness Minute’ was introduced by a member of the guidance 
department and no member of the ‘regular’ teaching staff had any input into its 
design. Not only did all teachers report no input into the design of the intervention 
but there appeared to be minimal to no teacher training before its introduction as 
seen by the following comments: Joe “It was as I remember mentioned at a staff 
meeting and then it just came on…. I don’t  think there was any introduction to the 
students.” 
Amy “I don’t even know if there was any information given out about it 
beforehand.” 
Mary “We had a practice run in a staff meeting but you know it just started then in 
school… I  wasn’t aware what day it was starting.” 
While there does seem to have been a mention of it at a staff meeting prior to 
introduction, the majority of the staff interviewed clearly didn’t know much about 
how it would operate or what it was meant to achieve. I believe that this lack of 
understanding was a direct result of lack of training and information given before the 




4.2.2 Sub theme 2: Lack of teacher preparedness leads to problems with the 
implementation of the ‘Mindfulness Minute.’ 
 
 Leading on from above, it appears that teachers felt unprepared for the 
introduction of the intervention. They didn’t really know when it was happening, or 
what their role was. 
Tom “Was it prepared for? Probably not. Maybe at a staff meeting it could have 
been  discussed more.” 
Ann “I hadn’t been told it was happening… I haven’t been told how to incorporate 
it.” 
These views were universal across all staff interviewed. I believe that the lack of 
initial training meant that staff didn’t have any clear understanding of what they 
were meant to do while the ‘Mindfulness Minute’ was playing. This in turn led to 
different experiences in different classrooms and led to some teachers disengaging 
from the intervention. 
 
4.2.3 Sub theme 3: Lack of follow up causes teacher frustration with the 
intervention and leads to a drop off in teacher buy-in. 
 
 Looking at responses from newer staff members who were not there for its 
initial introduction and who joined the staff during the second year of the 
intervention it is apparent that there was no follow up about it or information given 
to new staff.  
John “I hadn’t been told it was happening… how to incorporate it… other than just 
go ahead  and… get the lads to stay quiet.” 
Even teachers who were there previously reported a lack of training and follow up 
information. 
Tom: “It was doubled in time and we weren’t even told.” 
It was evident that over time teachers had grown tired of not knowing what to do or 
being told about changes to the intervention and some had certainly begun to 
disengage in this researcher’s opinion. 
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4.2.4 Sub theme 4: Teachers lacked an avenue to convey their concerns about 
the ‘Mindfulness Minute.’ This again led to a drop off in teacher buy-in. 
 
 All teachers had concerns about the ‘Mindfulness Minute,’ however, in the 
two years that it had been running there had been no follow up whatsoever with staff. 
Teachers clearly had opinions on what changes they would like to see but no avenue 
to express these. Tom for example, suggested some CPD for teachers on mindfulness 
before introducing it to first years. Others disagreed about the length and timing of 
the 'Mindfulness Minute.’ Some teachers felt that it was too long while others felt it 
was sufficient and some wanted it moved from during the class to the start of a class. 
There were a couple of suggestions to change the message being played as students 
had become desensitised to it. The frustration can be seen in the following quote 
from Tom who was feeling negatively impacted by the intervention: 
Tom “It’s too long… and it’s putting teachers under more stress.” 
 Overall, the researcher certainly sensed in the interviews that teachers had 
grown frustrated with how the intervention was structured and their inability to do 
anything about this. This in turn was leading to reduced levels of teacher buy-in. 
 
4.3 Theme 2:  Conflicting feelings about wellbeing in the curriculum and a 
lack of understanding about mindfulness and the ‘Mindfulness Minute’ are 
negatively impacting the intervention. 
 
 Having analysed the transcripts there seems, on the surface, to be a general 
positivity towards the concept of wellbeing in the curriculum. There is perhaps a 
feeling that this positivity is dependent on wellbeing not impacting a teacher’s own 
subject, however.  Staff displayed some misunderstanding about what exactly 
mindfulness was. Several teachers seemed to discuss wellbeing and mindfulness as 
though they were the same term, which can be seen in the sections that follow. There 
was also some evidence that teacher buy-in for the ‘Mindfulness Minute’ was linked 





4.3.1 Sub theme 1: Teachers display conflicting feelings towards wellbeing in 
the curriculum. 
 
 Teachers were almost universally in favour of wellbeing being part of the 
curriculum; with some highlighting issues such as social media and phone usage as 
factors which might necessitate a greater need to raise awareness of wellbeing with 
students. However, there was some resentment about wellbeing hours taking away 
from more traditional curriculum classes. 
Niamh “It’s good to have wellbeing incorporated into the curriculum. I don’t agree 
with the number of hours being given to wellbeing. I think four hundred hours is 
ridiculous.” 
John “I think we’re probably gone a bit too far and everything is wellbeing and 
people can’t cope.” 
I believe that these comments show that while some teachers claimed that wellbeing 
was important they were more concerned about their own subject and there was a 
sense that initiatives like the ‘Mindfulness Minute’ were eating into their time. I 
would go as far as to say that there were some feelings of resentment towards the 
‘Mindfulness Minute.’ This was certainly impacting teacher fidelity. 
 
4.3.2 Sub theme 2: Teachers without personal experience of mindfulness 
confuse ‘mindfulness’ with ‘wellbeing.’ 
 
 When asked about their understanding of mindfulness, about half of the 
teachers interviewed spoke about wellbeing and students overall happiness as 
opposed to demonstrating an understanding that mindfulness was about being in the 
moment and experiencing the here and now. There was a sense that they didn’t see 
mindfulness as an activity to achieve greater wellbeing but rather that the terms 
meant the same thing. 
Tom when asked about mindfulness “Wellbeing wouldn’t really enter my head, we 
do a bit of talking about good habits.” 
Others had a more accurate understanding of mindfulness. However, this seemed to 
coincide with them engaging in mindfulness on a personal level. 
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Niamh “It’s an opportunity to… reflect on what’s going on in that particular minute, 
in that moment, in that day.” 
This again displays that there was a lack of initial training and teachers’ 
understanding of the intervention was dependent mostly on prior personal 
experience. 
 
4.3.3 Sub theme 3: Teacher buy-in for the ‘Mindfulness Minute’ is linked to 
their personal relationship with mindfulness. 
 
 Teacher buy-in varied across the group for different reasons. Some were 
against it because of the disruption it caused in the classroom, although one of these 
acknowledged that they became more supportive after a colleague explained the 
reasoning behind the intervention.  
Amy “It bugged me initially… I didn’t like the way it was interrupting the middle of 
the class… it took someone to explain it to me… I began to appreciate it a little bit 
more after that.” 
Others simply didn’t feel comfortable with the concept of mindfulness and felt that 
they hadn’t a sufficient understanding of it or their own emotions to facilitate it. 
John “I don’t know my own emotions, I’m not comfortable with them so the thought 
of leading someone else and leading their emotions is ahhh, not my forte.” 
The most supportive teacher was Ann who remarked that: “I know it can annoy the 
teacher… but it’s a huge success.” It is telling that Ann practiced mindfulness 
regularly and had been to mindfulness courses. It was also not surprising that Amy 
was more positive towards the ‘Mindfulness Minute’ following an explanation of its 
purpose. There was a clear link in the transcripts between teachers’ personal 
exposure to mindfulness and how comfortable they felt facilitating the intervention. 
 
4.3.4 Sub theme 4: Lack of understanding of the aim of the ‘Mindfulness 
Minute’ is negatively impacting teacher buy-in. 
 
 There seemed to be an across the board understanding that the intervention 
was to allow the students to ‘down tools’ and relax for a minute but there did not 
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seem to be an understanding of what benefits this specifically was going to achieve 
with students. Again this seemed to stem from a lack of information or teacher 
training. 
Bob “There was no guidance in it,…no, this is the breakdown of the structure of it… 
I wouldn’t have a good enough knowledge of the reasoning behind it.” 
This lack of understanding of the aim of the ‘Mindfulness Minute’ was in turn 
negatively impacting the implementation of the intervention via reduced teacher buy-
in. Ann, who had been exposed to mindfulness in a personal capacity, was most in 
tune to its purpose saying it was to “Incorporate a self-care practice on a regular 
basis… to focus, to be present in the moment.”  Ann was also the teacher who 
displayed the greatest level of teacher buy-in, which suggests that greater levels of 
understanding of the purpose of the intervention were linked to increased buy-in. 
 
4.4 Theme 3:  Teacher confusion about their role in the delivery of the 
‘Mindfulness Minute’ is negatively impacting student experiences. 
 
 It became apparent during analysis of the transcripts that teachers were 
unsure of what their role was during the playing of the ‘Mindfulness Minute’. This in 
turn was negatively impacting on student interaction with the intervention as some 
teachers were opting out of having any involvement in facilitating it. 
 
4.4.1 Sub theme 1: Teachers are confused about their role in the delivery of 
the ‘Mindfulness Minute.’ 
 
 Some teachers seemed unsure of what role they were to perform during the 
playing of the ‘Mindfulness Minute’ regardless of whether they were positive or 
negative towards the intervention. Were they supposed to engage in it themselves or 
not? Was mindfulness their responsibility at all? 
Tom “Of course there’s a benefit (to the teacher) if it’s being adhered to, but… you 
become a crowd manager for that minute.” 
Niamh “The ‘Mindfulness Minute’ has come on and I’ve sat down and taken the 
opportunity to just calm, stop, pause, reflect.” 
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I believe these statements indicate that teachers aren’t sure if they should engage in 
mindfulness themselves, or if their role is to guide the students and maintain 
classroom supervision.  One teacher openly questioned if they should have to 
facilitate it at all: 
John “do you want me to run a mindfulness programme inside my classes? Is that 
the responsibility of a subject teacher?” 
This confusion was leading to some teachers opting out of any involvement in 
facilitating the ‘Mindfulness Minute.’ In some cases they simply let the intervention 
play and allowed students to do what they wanted and one teacher even went as far 
as to step outside the door of the classroom during it. 
 
4.4.2 Sub theme 2: How students interact with the ‘Mindfulness Minute’ 
varies across year groups and is linked to teacher role confusion. 
 
 Differences were seen between year groups in how they responded to the 
‘Mindfulness Minute,’ however there was no consensus on this. Several teachers felt 
that first and second year students engaged somewhat but that first years may have 
been a bit childish during it, perhaps as a result of not knowing what to do during it.  
John “The first years just giggle, the second years put their head on the desk, older 
years just chat away.” 
It was evident that teachers believed that some instruction should have been given to 
the first years but was it necessarily their role to do this? This seemed to be a 
problem. Teachers either didn’t have sufficient knowledge of mindfulness to impart 
to their students or didn’t know if they were supposed to give instruction.   
 When it came to the older year groups, fifth and sixth years, there was mixed 
evidence about student interaction. Some said that students engaged and really got 
something out of the ‘Mindfulness Minute,’ while others had the opposite opinion. 
Upon examination it seems that those who took an active role in facilitating the 
intervention were those who reported that students engaged, while those who were 
unsure of their role and opted out of having any active part in its delivery were likely 
to report that students also disengaged. 
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 All teachers reported that third and fourth years seemed to be the least likely 
to engage with the ‘Mindfulness Minute.’ This was true regardless of whether the 




 This section used thematic analysis to identify three overarching themes that 
emerged during the interview process. Various sub themes related to these were 
identified. Lack of teacher buy-in, fidelity of implementation, lack of preparedness, 
lack of understanding as to the overall aim of the intervention, lack of follow up, 
teacher role confusion and differences between year groups were some of the main 
















Chapter 5: Discussion 
5.0 Introduction 
 
 This study set out to explore teachers’ perceptions and experiences of the 
‘Mindfulness Minute’ in order to contribute to the development and implementation, 
by Guidance Counsellors, of mindfulness activities, particularly the ‘Mindfulness 
Minute’. The discussion will seek to address some of the themes that arose during 
teacher interviews. The initial questions underpinning the research were as follows. 
 
Primary research question 
1. What do teachers perceive as the main issues impacting successful 
implementation of the ‘Mindfulness Minute?’ 
 
Secondary research questions arising from the primary research question 
1. Did teachers notice any difference in how different year groups responded to 
the intervention? 
2. What are teacher perceptions with regard to how students respond to the 
intervention and has this changed over time? 
3. What changes in student behaviour before and after the ‘Mindfulness Minute’ 
on any given day did teachers notice, if any? 
4. What do the teachers’ understand mindfulness to be? 
5. What are the teacher perceptions of the benefits of the ‘Mindfulness Minute’ 
for students, if any? 
6. How were teachers involved in the planning and implementation of the 
‘Mindfulness Minute?’ 
7. How comfortable did teachers feel implementing the intervention? 




The findings identified a number of areas that were negatively impacting on 
successful implementation of the intervention and consequently its outcomes. The 
issues that emerged are listed below and will be discussed with reference to the 
findings chapter and the relevant literature.  
1. Fidelity 
2. Teacher buy-in 
3. Role confusion 
4. Lack of awareness of possible benefits 
5. Student age appropriateness 




 Bakosh et al. (2018) used an audio-guided mindfulness recording as a MBI. 
It was played daily to students by teachers. The aim was to measure improvements in 
academic achievement. While their study did not note significant improvements in 
academic achievement, it did find that fidelity of implementation was high. They 
attributed this to the fact that the intervention was technologically enabled so that 
teachers required little further training. The ‘Mindfulness Minute’ is similar in 
structure, in that it is an audio recording played daily. It ranged from one to two 
minutes over the duration of the intervention. This is relatively short compared to 
Bakosh et al. (2018) whose recording was ten minutes. One would therefore expect 
to find similar levels of fidelity in the ‘Mindfulness Minute.’ However, the evidence 
seems to suggest the opposite. Some teachers seemed to be making no effort to 
adhere to the intervention:  
John “It’s just ticking a box… I’d love to say I really engage with it but I don’t.” 
Joe “I’m almost disengaging myself from it…I’ll probably walk outside my 
classroom.” 
 A possible explanation for this may lie in the fact that in the Bakosh et al. 
(2018) study, teachers controlled the playing of the recording themselves while in 
the ‘Mindfulness Minute’ the recording is played over the intercom and comes on 
mid-class. This causes some frustration for teachers. 
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Niamh “There are times when it frustrated me… when I was in the middle of trying 
to explain a point.” 
Tom “There are times when I’ve talked over it...we might be showing a video or be 
in mid flow.” 
Even teachers who were supportive of the intervention acknowledged frustration at 
being interrupted 
Ann “I know it can annoy the teacher… but it’s a huge success.” 
Some teachers stated that they would like to move the time of the intervention to the 
beginning of the class to alleviate this interruption while others stated that perhaps 
they could be in control of when it was played. This would be more in line with 
Bakosh et al. (2018) and may lead to increased fidelity. 
 
5.2 Teacher buy-in 
 
 Goldberg et al. (2019, p.771) found that a “lack of buy-in from staff” 
negatively affected successful implementation of an intervention. One method for 
increasing staff buy-in identified by Durlak and DuPre (2008) is collaboration. They 
found that interventions were more likely to be implemented successfully when there 
was collaboration in determining the type of intervention to be carried out. Their 
findings also supported the premise that positive outcomes were affected by the 
quality of implementation. Unfortunately, the evidence from this study suggests that 
there was no collaboration in determining the type of intervention being carried out. 
All eight teachers reported having no input into the design or implementation of the 
‘Mindfulness Minute.’ This lack of teacher buy-in according to Durlak and DuPre 
(2008) would mean that the intervention was less likely to be implemented 
successfully and subsequently less likely to achieve positive outcomes. Worryingly, 
in light the importance of collaboration, was the fact that one teacher, John, reported 
not being particularly interested in having any input, saying: “with eight hundred 
and forty students you can’t be involved in everything.” 
 Research suggests that interventions work best when there is buy-in from 
those who are delivering them and collaboration when deciding their design. The 
problem that arises here is what happens when a teacher, or teachers, simply don’t 
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want to be involved in the intervention. Since the ‘Mindfulness Minute’ is a whole-
school intervention and there is no facility for particular teachers to opt out due to its 
method of implementation, this becomes a conundrum. Perhaps the problem is that 
the intervention wasn’t prescriptive enough. Weare and Nind (2011) suggested that 
mindfulness interventions showed more positive outcomes in the US than those 
outside of the US. This, they say, relates to the implementation style for whole 
school interventions, which tend to be more prescriptive in the US as opposed some 
studies they reviewed outside the US where a bottom up approach led to less fidelity 
and led to teachers being less likely to know what exactly they were to implement 
and how. 
 
5.3 Role confusion 
 
 The argument for inclusion of MBIs in schools is made by Zenner et al 
(2014) and Klingbeil et al. (2017), who say that mindfulness interventions showed 
similar outcomes in school settings to clinical populations. This, they claim, was 
therefore a sound basis for school based practitioners to implement mindfulness 
based interventions. But who is the practitioner? Carsley et al. (2018) say that more 
research is needed to identify effects related to who the intervention is delivered by, 
since differences in outcome effects were seen across studies depending on who 
facilitated the intervention; teacher, external instructor, counsellor. 
 The issue that arises in this study is who is actually facilitating the 
‘Mindfulness Minute’? There seemed to be some confusion about this during the 
interviews. Is it the guidance counsellor who plays the message over the intercom or 
is it the individual teachers in each classroom? The following comments suggest that 
teachers felt that they had a role in its delivery but weren’t sure what it was: 
Ann “I hadn’t been told it was happening… I hadn’t been told how to incorporate 
it.”  
John “Oh god no, there was no training…. you do your best to keep them quiet but 
outside of that I’m not sure.” 
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 This role confusion leads us to two ethical issues for the guidance counsellor. 
Firstly, were the teachers comfortable in their perceived role as facilitator? The 
indications are that they were not or were at least unsure of their role: 
Bob “I wouldn’t be comfortable doing it because I wouldn’t have a good enough 
knowledge of the reasoning behind it.” 
John “I don’t know my own emotions. I’m not comfortable with them so the thought 
of leading someone else and leading their emotions is ahhh, not my forte.” 
According to the IGC (2012), the guidance counsellor has an ethical obligation to 
avoid doing harm to colleagues. If ‘regular’ teachers felt uncomfortable in the role 
then this suggests it is possibly unethical to continue with the intervention.  
 This lack of comfort leads us to the second ethical issue for the guidance 
counsellor. How successfully can a teacher facilitate an intervention when they are 
not comfortable doing it? And if they can’t implement it successfully should the 
activity be terminated in line with IGC (2012) guidelines? The answer to the later 
question is straight forward. Yes, the intervention should be terminated if it becomes 
apparent that it is doing more harm than good. The answer to the former may be 
found in a quote by Kabat‐Zinn (2006) who says that in his experience:   
 “Unless the instructor's relationship to mindfulness is grounded in extensive 
 personal practice, the teaching and guidance one might bring... will have little in the 
 way of  appropriate energy, authenticity, or ultimate relevance, and that deficit will 
 soon be felt by program participants.” 
        Kabat‐Zinn (2006, p.150) 
It would be hard to argue, from the quotes by John and Bob above, that either 
teacher was suitably experienced in personal practice to ultimately achieve the 
desired outcomes for the students. It is therefore unlikely that the ‘Mindfulness 
Minute’ would achieve its goals and perhaps ethically it should be terminated. 
 Two issues were identified here, a lack of training and poor teacher self-
efficacy leading to teachers feeling uncomfortable during the delivery of the 
intervention. Both of these were highlighted by Goldberg et al. (2019) as areas that 
led to poor outcomes in interventions. These would need to be considered by the 




5.4 Lack of awareness of possible benefits 
 
 Across the board there seemed to be a lack of teacher awareness about the 
possible benefits of mindfulness for students. Fung et al. (2019) found evidence of 
positive effects on emotional regulation, reduced levels of perceived stress and a 
reduction in avoidance behaviour. Dunning et al. (2018) note outcomes related to 
depression, stress and anxiety. No teacher reported improvements in any of these 
areas. In most instances teachers were unable to even offer suggestions as to what 
the intervention was supposed to achieve, even if they were not seeing evidence of 
this in the classroom. Only one teacher, Bob, speculated that maybe the ‘Mindfulness 
Minute’ was for students who were stressed or worried. 
 Schonert-Reichl and Lawlor (2010) reported improvements in students’ 
attention and concentration following mindfulness interventions. One teacher, Amy, 
supported this, saying that students were more attentive after the ‘Mindfulness 
Minute.’ None of the others reported any perceived benefits to the students. In any 
case, the use of teacher reported evidence is questioned by Schonert-Reichl and 
Lawlor (2010) who say that there are limitations to using this method as opposed to 
direct observation of students. 
 Weare (2000) noted that academic achievement can be improved by targeting 
affective learning outcomes, suggesting that it is important that teachers who seek to 
promote academic achievement realise that they are on the same side as those who 
seek to promote emotional health. Bakosh et al. (2018) and Klingbeil et al. (2017) 
dispute this, saying that there is limited evidence to support improved academic 
achievement. Evidence to support improved academic achievement is not, however, 
seen by the DES (2018) to be central to the inclusion of mindfulness activities. They 
say that emotional wellbeing can be seen as an end itself and does not necessarily 
need to lead to improved academic achievement to justify its inclusion in the 
curriculum. Unfortunately there is evidence that teachers don’t see themselves on the 
same side but rather as separate entities, academic versus mental health. John 
commented: “do you want me to run a mindfulness programme inside my classes? Is 
that the responsibility of a subject teacher?” which suggests that he doesn’t think he 
has a role to play in emotional education, contrary to the DES (2018) whole school 
approach to wellbeing. 
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 Lastly, Creswell (2017) says that the periodicity of the intervention is 
important with greater regularity likely to show larger effects. The ‘Mindfulness 
Minute’ has been played daily and should therefore benefit from this regularity. 
There is no empirical evidence to know if it does but teacher perceptions suggest the 
opposite. Several of those interviewed said the regular playing of the same message 
was desensitising and causing the students to disengage. 
 It seems that staff are, in general, unaware of the benefits of the intervention. 
This is most likely a result of a lack of consultation and pre-intervention information. 
This lack of understanding is impacting teacher buy-in and thus negatively affecting 
outcomes. 
 
5.5 Student age appropriateness 
 
 Positive outcomes from mindfulness interventions varied across age groups 
in the literature. Johnson et al. (2017) conducted a study of early adolescent teens in 
Australia and found no significant positive outcomes associated with a school 
mindfulness programme. Schonert-Reichl and Lawlor (2010) similarly found no 
improvement in the early adolescent group but they did see benefits related to self 
perception in the pre-adolescent group. Carsley et al. (2018) found in their meta-
analysis that students in the late adolescence age group were shown to benefit the 
most from mindfulness activities. This would suggest that first, second, fifth and 
sixth years may benefit from the ‘Mindfulness Minute,’ while third and fourth years 
may perhaps not, or be less likely to. These should be taken as a rough guide since 
students may be at different stages of development and not fit rigidly into one of 
Erikson’s developmental categories (Boyd & Bee 2015). 
 There was some evidence in the interviews to support the notion that students 
at varying developmental stages responded differently. The results didn’t, however, 
align completely with the literature. All teachers who taught first and second years 
reported that first years didn’t seem to engage or benefit from the ‘Mindfulness 
Minute,’ while second years for the most part did engage. It would have been 
expected that both years would have benefited. Teachers of third years reported that 
the group was quite disruptive during the intervention and seemed to gain little from 
it. This would support the findings of Johnson et al. (2017) and Schonert-Reichl & 
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Lawlor (2010). In the late adolescent groups, fifth and sixth year, there was again 
conflicting evidence. Some teachers said that students really engaged with it and 
were benefiting, however, other teachers reported that students were disengaged and 
chatty. I will discuss possible explanations for these disparities in the following 
paragraphs. 
 Let us first take the pre-adolescent or first year group. Looking at teacher 
responses one might believe that there is evidence to contradict Schonert-Reichl and 
Lawlor (2010) who reported positive benefits in that demographic. When responses 
to other questions are taken into account, however, it would seem that a lack of 
student information was the main reason for first years not engaging. They simply 
didn’t know what to do. The ‘Mindfulness Minute’ would have been introduced the 
year before they started school and according to Joe: “It was never explained to 
them” when they started. Teachers reported that the first years acted “babyish” or 
“giggled” while it was on. Sometimes according to Ann “They’d repeat what was 
being said.” This I believe indicates that a lack of pre-intervention information and 
student induction is the problem. This is supported by some teachers who suggested 
an induction programme for first years when asked for suggestions about changing 
the structure of the ‘Mindfulness Minute.’ 
 The early adolescent group were reported by teachers to be disengaged from 
the intervention with no teacher of third or fourth year indicating any perceived 
positive outcomes for this group. This, as mentioned earlier, is supportive of the 
findings of Johnson et al. (2017) and Schonert-Reichl & Lawlor (2010). A possible 
explanation may be found in Erikson’s developmental theory. He suggested that 
early adolescents would be experiencing an identity crisis and are likely to be more 
defiant as they try to establish their new identity. They are also likely to attempt to fit 
in with their peers (Boyd & Bee 2015). This tendency to rebel, coupled with a group 
dynamic as a result of the need to fit in, may explain why the early adolescent groups 
were disruptive and disengaged. 
 Finally, teachers of the late adolescent group reported mixed engagement. 
Some teachers suggested that the classes seemed to really engage and benefit from it 
while other teachers reported that they perceived no benefit to the students. Rather 
than this being evidence that opposes Carsley et al. (2018), who found late 
adolescents to benefit most from mindfulness activities, I believe it is a reflection of 
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teacher buy-in impacting outcomes negatively. Joe and John both acknowledged that 
they didn’t actively engage with the intervention and both reported that late 
adolescent groups didn’t benefit from it, while Amy, who admitted buying into the 
intervention after receiving information about its purpose, indicated that her class 
really found it beneficial. 
 It seems that first and second years may benefit from the ‘Mindfulness 
Minute’ if they received an initial induction programme. Third and fourth years may 
be developmentally disadvantaged from benefiting and perhaps should be left out of 
the intervention. Fifth and sixth years are the group most likely to benefit but they 
appear to be suffering from a lack of teacher buy-in. 
 
5.6 Ethical concerns 
 
 I have already spoken about ethical concerns for the guidance counsellor 
relating to the involvement of ‘regular’ teachers in the implementation as well as 
ethical concerns around the age appropriateness of students for a mindfulness 
intervention. One more ethical issue arose during the interviews and that related to 
distribution of information prior to the intervention.  Several teachers mentioned that 
the first years didn’t seem to know what the ‘Mindfulness Minute’ was about and 
hadn’t been given any information prior to its beginning. The IGC says that the 
guidance counsellor “In obtaining informed consent, should provide as much 
information as a reasonable person would want to know before consenting” (IGC 




 The research set out to use teacher perceptions of the ‘Mindfulness Minute’ 
to better inform the guidance counsellor in implementing mindfulness activities in 
schools. A number of areas have been identified. Firstly, fidelity was impacted due 
to teachers not understanding their roles and failing to have any input into the design 
of the intervention. Although it should be noted here that some teachers simply 
didn’t want to be involved in the design which suggests that the whole school 
approach to its delivery needs to be re-examined. This whole school approach is also 
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brought into question when the evidence related to student age and intervention 
success is examined. It seems that students in the early adolescent age bracket are 
not benefiting from the ‘Mindfulness Minute’ and perhaps should be excluded as a 
result. Teachers also reported more discipline issues with this age group during the 
intervention which suggests it may be ethically appropriate to discontinue it rather 
than making teachers’ jobs more difficult. 
 The issue of ‘regular’ teachers delivering mindfulness activities is also an 
area of concern. The NCCA (2017) place an emphasis on ‘regular’ teachers being 
involved in the delivery of guidance related activities as part of the whole school 
wellbeing programme. Evidence from this research suggests, however, that ‘regular’ 
teachers are not necessarily comfortable delivering the ‘Mindfulness Minute.’ This 
supports DES (2017) findings, which reported that teaching mental health related 
topics was a difficulty in schools. When looking specifically at teaching 
mindfulness, Kabat-Zinn (2015) argues that it is unlikely to be successful unless the 
facilitator has extensive personal experience in the area. It is unlikely that this 
applies to an entire staff group which again brings into question the whole school 
approach to the ‘Mindfulness Minute.’ 
 Lastly, both staff and students need to be better informed about the structure 
and reported benefits of the intervention for a number of reasons. Firstly, there is an 
ethical obligation for the guidance counsellor to inform students about an 
intervention they are taking part in. Secondly, increased consultation with staff, 
relating to the intervention structure, may increase buy-in and fidelity and 










Chapter 6: Conclusion 
6.0 Introduction 
 
 This chapter will provide an overview of the key findings of the study in the 
context of the aims and objectives set out in the research. The strengths and 
limitations of the study are considered. Recommendations for policy, guidance 
counsellor practice and future research will then be explored. Finally, the 
researcher’s reflexivity in terms of personal learning will be discussed. 
 
6.1 Summary of findings 
 
 The aim of the study was to explore teachers’ perceptions and experiences of 
the ‘Mindfulness Minute,’ a whole-school mindfulness intervention used daily in a 
case study school. It was hoped that this study could contribute to the development 
and implementation, by Guidance Counsellors, of mindfulness activities, particularly 
the ‘Mindfulness Minute,’ in schools. The researcher adopted a qualitative approach 
and set out to co-construct meaning with the research participants through one to one 
interviews. The data was then analysed using Braun and Clarke’s (2006) thematic 
analysis approach. Three main themes emerged and were divided into various sub 
themes. These were as follows. 
Theme 1: Lack of involvement in the design, introduction, delivery and evaluation 
of the ‘Mindfulness Minute’ has negatively impacted on teachers’ buy-in and 
understanding of the intervention. 
 Sub theme 1: Lack of initial teacher training and input into the design of the 
 intervention impacts teacher understanding of the ‘Mindfulness Minute.’ 
 Sub theme 2: Lack of teacher preparedness leads to problems with the 
 implementation of the ‘Mindfulness Minute.’ 
 Sub theme 3: Lack of follow up causes teacher frustration with the 
 intervention and leads to a drop off in teacher buy-in. 
 Sub theme 4: Teachers lacked an avenue to convey their concerns about the 




Theme 2: Conflicting feelings about wellbeing in the curriculum and a lack of 
understanding about mindfulness and the ‘Mindfulness Minute’ are negatively 
impacting the intervention. 
 Sub theme 1: Teachers display conflicting feelings towards wellbeing in the 
 curriculum. 
 Sub theme 2: Teachers without personal experience of mindfulness confuse 
 ‘mindfulness’ with ‘wellbeing.’ 
 Sub theme 3: Teacher buy-in for the ‘Mindfulness Minute’ is linked to their 
 personal relationship with mindfulness. 
 Sub theme 4: Lack of understanding of the aim of the ‘Mindfulness Minute’ 
 is negatively impacting teacher buy-in. 
 
Theme 3: Teacher confusion about their role in the delivery of the ‘Mindfulness 
Minute’ is negatively impacting student experiences. 
 Sub theme 1: Teachers are confused about their role in the delivery of the 
 ‘Mindfulness Minute.’ 
 Sub theme 2: How students interact with the ‘Mindfulness Minute’ varies 
 across year groups and is linked to teacher role confusion. 
 
6.2 Strengths of the study 
 
 A strength of this study lies in the methodology used by the researcher. An 
interpretivist approach was chosen, which aims to “understand the subjective world 
of human experience” (Cohen et al. 2018, p.19). The researcher by attempting to get 
inside the person and generate meaning from within can retain the integrity of the 
phenomena being looked at (Cohen et al.2018). 
 The use of Braun and Clarke’s (2006) thematic analysis model can also be 
considered strength of the study. Using this six stage approach allowed the 
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researcher to be thorough but it also offered a degree of flexibility in how he 
analysed the data (Braun & Clarke 2006). This method enabled the researcher to 
identify three main themes and ten sub themes in the data. 
 
6.3 Limitations of the study 
 
 Group interviews were initially considered as they tend to lead to people 
acting differently than they would in an individual interview, with some being more 
chatty and likely to say things they may not say on their own (Thomas 2013). 
However these were logistically very difficult to achieve due to teacher timetabling. 
It was thus decided to discard them. Since the group interview may have obtained 
opinions that would not be given on an individual basis this could have offered a 
form of triangulation to the research making it more credible (Tracy 2010). The 
disregarding of the group interviews should then be considered a limitation of the 
study. 
 Data collection was to entail face to face interviews, however, due to the 
onset of coronavirus and the lockdown which ensued, the one to one interviews had 
to take place over the phone. Cohen et al. (2018) describe how phone interviews can 
deprive both the researcher and participant of non verbal communication. I chose an 
interpretivist approach to this research, which involves co-constructing 
understanding with the participant (Thomas 2013). The inability to use face to face 
interviews should be considered a limitation of the study as it may have been more 
difficult to interpret meaning without the visual communication cues that were 




 The following sections deal with recommendations arising from the research 
study. They have been divided into recommendations for policy, guidance counsellor 







 The NCCA (2017) note the role of the guidance counsellor in coordinating 
elements of guidance for all within the whole school wellbeing plan. It is ‘regular’ 
teachers who are likely to be involved in support for all according to the DES (2015). 
Hearne et al. (2016) say there is limited evidence to support the effectiveness of this 
whole school guidance approach and the DES (2017) found evidence that ‘regular’ 
teachers find teaching mental health related topics difficult. This research supports 
this notion with some teachers saying that they were uncomfortable with their own 
emotions and as a result found it difficult to facilitate the ‘Mindfulness Minute.’ This 
would suggest that the NCCA need to look at whether it is appropriate to have 
‘regular’ teachers teaching mental health related topics. Alternatively, the DES need 
to target those that are involved with continuing professional development courses 




 Goldberg et al. (2019) found that a lack of buy-in from staff resulted from 
insufficient training and poor self-efficacy, while Durlak and DuPre (2008) found 
that interventions were more likely to be implemented successfully when there was 
collaboration in determining the type of intervention to be carried out. These issues 
all arose in this research. Weare and Nind (2011) suggest that mindfulness 
interventions in the United States showed higher effect sizes for emotional outcomes 
due to the implementation style for whole school interventions. These tend to be 
more prescriptive in the US as opposed some studies they reviewed outside the US 
where a bottom up approach led to less fidelity and led to teachers being less likely 
to know what exactly they were to implement and how. This suggests that guidance 
counsellors implementing whole school interventions may benefit by adopting a 






6.4.3 Future research 
 
 This research looked only at the perceptions of teachers in the case study 
school. Future research could look at student perceptions of the ‘Mindfulness 
Minute.’ The intervention could also be expanded to schools of varying 
demographics where pre and post intervention testing could evaluate its effects 
across a range of emotional outcomes. 
 Galles et al. (2019) found a link between increased career identity and 
mindfulness activities but noted that the area lacked research. Further examination in 
this area would be of particular interest to the guidance counselling profession. 
 
6.5 Reflexivity in relation to personal learning 
 
 Cohen et al. (2018) say that due to the nature of qualitative data the 
researcher is forced to select what information to present and as a result they must be 
alert to issues of personal bias. From the outset I was forced to confront my own 
potential bias. One of the early entries into my reflective journal noted that I had a 
propensity to make assumptions about why the ‘Mindfulness Minute’ may not have 
been working as opposed to looking at the data before making any inferences. My 
initial sense before data collection was that the ‘Mindfulness Minute’ may have been 
suffering due to a lack of teacher buy-in from some teachers. While this did turn out 
to be true to some extent, what the data uncovered was an insight into where this 
lack of buy-in originated that didn’t necessarily align with my assumptions. This 
tendency to make assumptions is something that I need to maintain an awareness of 
going forward, particularly when implementing any future programmes or 
interventions in order to enable me to evaluate their success/failure more accurately. 
 I also noted during the research my tendency to keep my own viewpoints 
hidden to some extent. Thomas (2013) points to the importance of researcher 
subjectivity in qualitative analysis, feedback from my supervisor, however, 
highlighted that my own input into data interpretation was almost invisible at times. I 
believe that this tendency to keep my own input hidden, if left unchecked, would 
hinder successful one to one guidance sessions where there is a co-construction of 





 This chapter presented the main findings of the study. It examined the 
strengths and weaknesses of the research. Recommendations for future guidance 
counselling policy and practice were made and areas of further research identified. 
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Future Design and Implementation of Mindfulness Practices.” 
 
Dear Principal, 
I am a student of the MA in Guidance Counselling and Lifespan Development 
programme in the School of Education, University of Limerick, under the 
supervision of Mr Gerry Myers. I am undertaking a research study on a topic related 
to guidance counselling. 
 
In my research I aim to explore the topic of “The Mindfulness Minute” as it is 
practised in your school. In order to gather this information I would appreciate if you 
would give me consent to carry out the research study in your school, which is the 
case study school. This would involve me interviewing approximately 10 teachers. 
 
All information gathered will be held in the strictest of confidence and pseudonyms 
will be used to ensure anonymity.  Interviews will be audio tape recorded and the 
data will be destroyed after analysis according to UL guidelines.  Participation in the 
study is voluntary and participants can withdraw from the research at any time prior 
to the data analysis phase.  The results from this research study will be reported in 





The collected data will be stored in a secure location approved by the University of 
Limerick.  It is important to note that the school’s name and the name of the 
individual participants will not be used in the research and the school will not be 
identifiable to anyone other than those directly involved (my academic supervisor 
and potentially the external examiner). 
 
If you have any queries or require further any further information on the research 
study, please contact me or my supervisor: 
 
Researcher:           Gerry Myers                      
UL Email address:   Gerry.Myers@ul.ie                   
 
This research has received Ethical approval from the Education and Health Sciences 
Research Ethics Committee (2020_02_44_EHS (ER)).  If you have any concerns 
about this study and wish to contact someone independent you may contact: 
 
Chairman Education and Health Sciences Research Ethics Committee 
EHS Faculty Office 
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their contribution are: 
1. Participation is entirely voluntary. 
2. Participants are free to withdraw at any time prior to the data analysis 
stage and any contribution made will be subsequently destroyed. 
3. The interviews/transcripts will be kept strictly confidential and will be 
available only to the researcher and the supervisor.  Excerpts from the 
interviews may be part of the final research dissertation but under no 
circumstances will names or any identifying characteristics of either the 
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 I understand what the project is about, and what the results will be used for.  
 I understand that what the researchers find out in this study may be shared with others 
but that my name or other identifying characteristics will not be given to anyone in any 
written material developed. 
 I am fully aware of what I will have to do, and of any risks and benefits of the study.  
 I know that I am choosing to take part in the study and that I can stop taking part in the 
study at any stage without giving any reason to the researcher. 
 
This study involves audio recording. Please tick the appropriate box (Tick One) 
 
 I am aware that my participation in this study may be recorded (audio) and 
I agree to this. However, if I feel uncomfortable at any time I can ask that 
the recording equipment be switched off.  I understand that I can ask for a 
copy of my recording or transcript.  I understand what will happen to the 
recordings once the study is finished.  
 
 I do not agree to being audio recorded in this study.  
 
 




After considering the above statements, I consent to my involvement in this research project. 
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Guideline Schedule of Questions: 
1. How long have you been involved in the mindfulness minute in the school? 
2. What is your view of including “Wellbeing” in the curriculum? 
3. What is your perception of “Mindfulness” activities with students? 
4. ★What is the benefit of the mindfulness minute to students? 
5. What is the benefit of the mindfulness minute to the teacher? 
6. ★How prepared did you feel for the introduction of the mindfulness minute? 
7. What kind of input did you have into the design and implementation of the 
mindfulness minute? 
8. How do you feel implementing the mindfulness minute in the classroom? 
9. ★Can you describe what happens in your classroom when the mindfulness 
minute is playing? 
10. What year group/groups are you teaching when the mindfulness minute is 
played? 
11. Have you noticed any differences between year groups in how they respond to 
the “Mindfulness Minute”? Please comment on these (if any)? 
12. ★What is the aim of the mindfulness minute in your opinion? And how 
successfully do you think it is in achieving that aim? 
13. How do the students respond to the “Mindfulness Minute” has this changed 
over time? (Please give details if so) 
14. ★Can you describe how the students’ behaviour differs before and after the 
playing of the “Mindfulness Minute”? (if at all) 
15. What are the strengths and weaknesses of the “Mindfulness Minute” in your 
opinion? 
16. *How would you change the structure of the intervention if you could? 
 
